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cognitive framework. Itisa myth to contend that children are good rote learners,
that they make good use of meaningless repetition and mimicking. We have already
seen in Chapter 2 that children's practice and imitation is a very meaningful activity
that is contextualized and purposeful. Adulis have developed even greater concen-
tration and so have greater ability for rote learning, but they usually use rote learning
only for shortterm memory or for somewhat artificial purposcs. By inference, we
may conclude that the foreign language classroom should not become the locus of
excessive rote activity: rote drills, pattern practi text, rule recitation,
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and other activities that are not in the coniext of meaningful communication.
It is interesting to note that C2-A2 comparisons almost always refer, in the case
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The cause of such superiority may not be in the age of the person, but in the con-
text of learning. The child happens to be jearning language meaningfully, and the

adult is not.

The cognitive domain holds yet other arcas of interest for comparing first and
second language acquisition. These arcas will he treated more fully in Chapters 4
and 5. We turn now to what may be the most complex, yet the most illuminating,
perspective on age and acquisition: the affective domain. : :

AFFECTIVE CONSIDERATIONS
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Research on the affective domain in second language acquisition has by
mounting steadily for a aumber of decades. This research has been inspired b
number of factors. Not the least of these is the fact that linguistic theory is n




cHaprEr 3 Age and Acquisition 69

e asking the deepest possible questions about human language, with some applied lin-
50 guists examining the inner being of the person to discover if, in the affective side of
ge human behavior, there lies an explanation to the mysteries of language acquisition.
ta : A full treatment of affective variables in second language acquisition is provided in

Chapters 6 and 7;in this chapter it is important to take a brief look at selected affec-
bel tive factors as they relate to the age and acquisition issue.
“all The affective domain includes many factors: empathy, self-esteem, extroversion,
ing inhibition, imitation, anxiety, attitudes—the list could go on. Some of these may
ing, j seem at first rather far removed from language learning, but when we consider the
the ‘ pervasive nature of language, any affective factor can conceivably be relevant to
ers, & second language learning.
zady £ A case in point is the role of egocentricity in human development. Very
ity  f young children are highly egocentric. The world revolves about them, and they see
cen  f i all events as focusing on themselves. Small babies at first do not even distinguish a
ning  f separation between themselves and the world around them. A rattle held in a
5, We baby’s hand, for example, is simply an inseparable extension of the baby as long as
us of it is grasped; when the baby drops it or loses sight of it, the rattle ceases to exist. As
ition, children grow clder they become more aware of themselves, more self-conscious as

they seek both to define and to understand their self-identity. In preadolescence -
' case children develop an acute consciousness of themselves as separate and identifiable
roing entities but ones which, in their still-wavering insecurity, need protecting. They
world therefore develop inhibitions about this self-identity, fearing to expose too much
inga selfidoubt. At puberty these inhibitions are heightened in the trauma of undergoing
1d lan- critical physical, cognitive, and emotional changes. Adolescents must acquire a
yerior. totally new physical, cognitive, and emotional identity. Their egos are affected not
e con- only in how they understand themselves but also in how they reach out beyond
ad the themselves, how they relate to others socially, and how they use the communicative

process to bring on affective equilibrium.
cstand: Several decades ago,Alexander Guiora, a researcher in the study of personality
sters 4 variables in second language learning, proposed what he called the language ego

nating,’. ‘(Guiora et al., 1972b; see also Dérnyei, 2005; Ehcman, 1993) to account for the iden-
. tity a person develops in reference to the language he or she speaks. For any mono-
lingual person, the language ego involves the interaction of the native language and
-€go development. Oneselfidentity is inextricably bound up with one’s language,
_for it is in the communicative process—the process of sending out messages and
having them “bounced” back—that such identities are confirmed, shaped, and
eshaped Guiora suggested that the language ego may account for the difficulties
iat adults have in learning a second Janguage.

. The child’s ego is dynamic and growing and flexible through the 'lge of
ubert_y Thus a new language at this stage does not pose a substantial “threat”
ibition to the ego, and adaptation is made relatively easily as long as there are no
1as be confounding sociocultural factors such as, for example, a damaging attitude
ward a language or language group at a young age. Then the simultaneous physical,
motional, and cognitive changes of puberty give rise to a defensive mechanism in
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go becomes protective and defensive. The language €go
clings to the security of the native language o protect the fragile ego of the young
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successful aduit language learner is someone who can bridge this affective gap-
some of the seeds of success might have been sOwWi carly in life. In a bilingual sct-
ting, for example, if 2 child has already learned one second language in childhood,
then affectively, Jearning a third language as an adult might represent mmch less of

a threat. Or such seeds may be independent of a bilingual setting; they may simply

{ whatever combination of nature and nurture makes for the

have arisen out O
development of 2 SIrONE €go.

1n looking at SLA in children, it is important to distinguish younger and older
dren. Preadolescent children of 9 or 10, for example, are beginning o develop inbid
tions, and it is conceivable that children of this age have 2 good deal of affect

dissonance to OVercome as they attempt 10 learn a second language. This coul

account for difficulties that older prepubescent children encounter in acquirin
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second language. Adult vs. child comparisons are, of course, highly relevant. We know
from both observational and research evidence that mature adults manifest a number
of inhibitions. These inhibitions surface in modern language classes where the
learner’s atternpts to speak in the foreign language are often fraught with embarrass-
ment. We have also observed the same inhibition in the “natural” setting (a nonclass-
room setting, such as a learner living in 2 foreign culture), although in such instances
there is the likelihood that the necessity to communicate overrides the inhibitions.

Other affective factors seem to hinge on the basic notion of ego identification.
It would appear that the siudy of second language learning as the acquisition of a
second identity might pose a fruitful and important issue in understanding not
only some differences between child and adult first and second language learning
but second language learning in general (see Chapter 7).

Another affectively related variable deserves mention here even though it will
be given fuller consideration in Chapter 6: the role of attitudes in language
learning. From the growing body of literature on attitudes, it seems clear that neg-
ative attitudes can affect success in learning a language. Very young children, who
are not developed enough cognitively to possess “attitudes” toward races, cultures,
ethnic groups, classes of people, and languages, may be less affected than adults.
Macnamara (1975, p. 79) noted that “a child suddenly transported from Montreal to
Berlin will rapidly learn German no matter what he thinks of the Germans." But as
children reach school age, they also begin to acquire certain attitudes toward types
and stereotypes of people. Most of these attiudes are “taught,” consciously or
unconsciously, by parents, other adults, and peers. The learning of negative atti-
tudes toward the people who speak the second language or toward the second lan-
guage itself has been shown to affect the success of language Iearning in persons
from school age on up.

Finally, peer pressure is a particularly important variable in considering
child-adult comparisons. The peer pressure children encounter in language
learning is quite unlike what the adult experiences. Children usually have strong
constraints upon them to conform. They are told in words, thoughts, and actions
that they had better “be like the rest of the kids” Such peer pressure extends to lan-
guage. Adults experience some peer pressure, but of a different kind. Adults tend
. to tolerate linguistic differences more than children, and therefore errors in speech
“are more easily excused. If adults can understand a second language speaker, for
example, they will usually provide positive cognitive and affective feedback, a level
of tolerance that might encourage some adult learners to “get by’ Children are
harsher critics of one another’s actions and words and may thus provide a necessary
~and sufficient degree of mutual pressure to learn the second language,

UISTIC CONSIDERATIONS

€ _have s0 far looked at learners themselves and considered a number of different
€8 in age and acquisition. Now we turn to some issues that center on the
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subject matter itself: language. What are somc of the linguistic considerations in
agerelated (uestions about SLA? A growing number of research studies arc now
available to shed some light on the linguistic processes of second language learning
and how those proccsses differ berween children and adults. A good deal of this

ere we will look briefly at

research will be treated int Chapters 8 through 10, but h
some specific issucs that arise in examining the child’s acquisition of a second

languape.

Bilingualism
It is clear that children learning €Wo languages simultaneously acquire them by the
use of similar strategies. They are, in €ssence, learning two first languages, and the

key to success is in distinguishing separaic contexts for the two languages. People

who learn a second language in such separate CONLEXTS can often be described as

coordinate bilinguals; they have two meaning systems, a5 opposed to compound
pilinguals who have ope meaning system from which both languages operate.
Children generally do not gup languages,’ regardless of

have problems with “mixin
the separateness of contexts Moreover, “bilinguals are not

for use of the languages.
rwo monolinguais in the same head” (Cook, 1995, p- 58). Most bilinguals, however,
engage in code-switching (the act of inserting words, phrases, or even longer
stretches of one language into the other), especially when communicating with
another bilingual.

In some cases the acquisition of Both languages in bilingual children is slightly
slower than the normal schedule for first language acquisition. Howeves, 4 respect-
able stockpile of research (see Reynolds, 1991; Schinke-Llano, 1989) shows a4 con-
siderable cognitive benefit of early childhood bilingualism, supporting Lambert’s -
(1972) contention that bilingual children are more facile at concept formation and

have a greater mental flexibility.

nce Between First and Second Languages

of the research on nonsimultaneous second language acquisition, in
both children and adulis, has focused on the interfering effects of the first and
second languages. For the most part, research confirms that the linguistic and 08

nitive processes of second language learning in young children are in general sift
ilar to first language Processes. Hansen-Bede (1975), Milon (1974), Ervin-Tripp
(1974), Dulay and Burt (1974a), Natalicio and Natalicio (1971), and Raven (1968)

at similar strategies and linguistic features are present in

among others, concluded th
learning in children. Dulay and Burt (19742) found

poth first and second language
for example, that 86 percent of more than 500 errors made by Spanish-speaking

dren learning English reflected normal developmental characteristics—that
expected intralingual strategies, not interference ecrors from the first langud
Hansen-Bede (1975) examined such linguistic structures 45 possession,gender,W
order, verb forms, questions,and negation in an English-speaking three-year-old chil

Jnterfere

A good deal
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who learned Urdu upon moving to Pakistan. In spite of some marked linguistic con-
trasts between English and Urdu, the child’s acquisition did not appear to show first
language interference and, except for negation, showed similar strategies and rules
for both the first and the second language.

. Adult second language linguistic processes are more vulnerable to the effect of
| ' the first language on the second, especially the farther apart the two events are.
Whether adults learn a foreign language in a classroom or out in the “arena,” they
approach the second language—either focaily or peripherally—systematically, and
they attempt to formuliate linguistic rules on the basis of whatever linguistic infor-
mation is available to them: information from the native language, the second lan-

e : : guage, teachers, classmates, and peers. The nature and sequencing of these systems
: has been the subject of a good deal of second language research in the last half of
e ’ the twentieth century. What we have learned above all else from this research is

that the saliency of interference from the first language does not imply that inter-

Wl ference is the most relevant or most crucial factor in adult second language acqui-
e. sition. Adults learning a second language manifest some of the same types of errors
of found in children learning their first language (see Chapter 8).
ot Adults, more cognitively secure, appear to operate from the solid foundation of
21, the first Ianguage and thus manifest more interference. But it was pointed out car-
er lier that adults, too, manifest errors not unlike some of the errors children make, the
ith result of creative perception of the second language and an attempt to discover its
rules apart from the rules of the first language. The first language, however, may be
iy more readily used to bridge gaps that the adult learner cannot fill by generalization
ct- within the second language. In this case we do well to remember that the first lan-
o1 guage can be a facilitating factor, and not just an interfering factor.
rt’s ;
wnd Order of Acquisition
One of the first steps toward demonstrating the importance of factors beyond first
langnage interference was taken in a series of research studies by Heidi Dulay and
- Marina Burt (1972, 1974a, 1974b, 1976).. Emphasizing the absence of L1 interference,
\, 0 - they claimed that *transfer of L1 syntactic patierns rarely occurs” in child second lan-

. guage acquisition (1976, p. 72). They claimed that children learning a second lan-
" Buage use a creative construction process, just as they do in their first language.

+  This conclusion was supported by voluminous research data collected on the
acquisition order of eleven English morphemes in children learning English as a
second language. Dufay and Burt found a common order of acquisition among chil-
dren of several native language backgrounds, an order very similar to that found by
‘Roger Brown (1973) using the same morphemes but for children acquiring English
as their first language:

1. present progressive (-i1g)
2. [and 3.] in, on
{continued)
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plural (-5
past irregular

pOSSESSIvE 's)

uncontractible copula (s, am, are)
articles (&, the)

past regular (-ed)

10. third-person regular (-5)

11. third-person irregular

L

Lo

o ®

=]

.

al and methodological arguments about the validity of mor-
ky (1976) argued that the statistical procedures used

Andersen, 1978; Larsen-Freeman, 1976) noted that

11 English morphemes constitute only a minutc portion of English syntaX, and
therefore lack generalizability. On the other hand, Zohl and Liceras (1994, p. 161),

in a “search for a unified theoretical account for the L1 and 12 morpheme orders,’
reexamined the morpheme-or cluded the generalizability of mot-

der studies and concl
pheme acquisition order.
In a resurgence of research on order of acquisition, the topic has emerged as
an important consideration both in studies of age and acquisition and in the search
e acquisition. A nagging question in earlier research cen-
terns of acquisition, a ques-

for universals in languag
on the search for cauises of ostensibly universal pat
(1999 contended that the
d on a formroriented

There were logic
_ pheme—order findings. Rosans
. were suspect, and others (Roger

tered

tion that most studies left unaddressed. Bardovi-Harlig

carlier morpheme studies were Lo0 focused on morphology an

approach, and showed that attention 1o 2 semantic-oriented approach had more
explanatory power. So,for example, the role of tense and aspect markers across lan-
guages offered a better explanation of why both children in their first language and
adults in their second language acquisition exhibit a common order of acgquisition.

Goldschneider & DeKeyser (2005, 2001) reported on

claims about acqguisition order by proposing five detet-:

Aumerous languages: '
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strong claims for the predictive validity of the above fi
stic that these determinants hold promise
heretofore remained somewhat mysterio
d that “teachers could make
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predictors work for them and could potentially increase the rate of acquisition by
presenting material on functors in a way that capitalizes on these causes” (2005, p. 63).

ISSUES IN FIRST LANGUAGE ACQUISITION REVISITED

Having examined the comparison of first and second language acquisition across a
number of domains of human behavior, we turn in this final section to a brief con-
sideration of the eight issues in first language acquisition that were presented in
Chapter 2. In most cases the implications of these issues are already clear, from the
comments in the previous chapter, from the reader’s logical thinking, or from com-
ments in this chapter. Therefore what follows is a way of highlighting the implica-
tions of the issues for second language learning.

Competence and Performance

Tt is as difficult to “get at” linguistic competence in a second language as it is in a
first. For children, judgments of grammaticality may elicit a second language “pop-
go-weasel” effect, You can be a little more direct in inferring competence in adults;
adults can make choices between two alternative forms, and sometimes they mani-
fest an awareness of grammaticality in a second language. But you must remember
that adults are not in general able to verbalize “rules” and paradigms consciously
even in their native language. Furthermore, in judging utterances in the modern
language classroom and responses on various tests, teachers need to be cautiously
. attentive to the discrepancy between performance on a given day or in a given con-
text and competence in a second language in general. Remember that one isolated
. sample of second language speech may on the surface appear to be rather mal-
formed until you consider that sample in comparison with the everyday mistakes
and errors of native speakers.

omprehension and Production

‘Whether or not comprehension is derived from a separate level of competence,
there is a universal distinction between comprehension and production. Learning
‘second language usually means learning to speak it and to comprehend it! When
we say “Do you speak English?” or “Parlez-vous frangais?” we usually mean “and do
You understand it, too?” Learning involves both modes (unless you are interested
only in, say, learning to read in the second language). So teaching involves attending
t  both comprehension and production and the full consideration of the gaps and
differences between the two. Adult second language learners will, like children,
ften bear a distinction but not be able to produce it. The inability to produce an
em, therefore, should not be taken to mean that the learner cannot comprehend
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Nature or Nurtur e?
What happens after puberty to the magic “little black box” calied LAD? Does the
adult suffer from linguistic “hardening of the arteries”? DoOES LAD “giow
We do not have conr

mehow? Does lateralization signal the death of LAD?
swers to these questions, put there have been some hints in the discussion

gnitive, and affective factors. What we do know is that adults and
children alike appear to have the capacity 1o acquire a second language at any age.

The only trick that nature might play on adulis is 1O virtually rule out the acquisition
of authentic accent. As you have scen wide swath of lan-

above, this still leaves &
guage propertics that may actually be mo in an aduit. If an

re efficiently acquired
adult does not acq ire a second language successfully, it i probably because of inier-
vening cognitive oF affective variables and

pot the absence of innate capacities.
Defining those intervening variables appears 10 be more relevant than probing the
propertics of innateness.

up” SO
plete an
of physical, co

Universals
1n recent years Universal Grammar has come to the attention of a growing number

of researchers. The conclusions from this research are mixed (Van Buren, 1996)..
Research on child SLA suggests that children’s developing second language gram-
fmnars are indeed constrained by UG (Lakshmanaf, 1995). Butit is not jmmediately
ersal “source;” or

clear whether this knowledge is available directly from a truly univ
in the first Janguage, UG

through the mediation of the first language. Yet even
ers. This has led some 10

seems to predict certain syntactic domains but not oth
conclude that second ave only “partial access” 10 UG (O’Grady,
g a“no access” post-

janguage learners hi
1996). But Bley-Vroman (1988) went & step further in claimin
tion for adults learning a 8 quire second language systems -

_ econd language- adults ac
without any reference t0 UG. '
Others disagree strongly with

the partial- and no-access claim. Cook (1993

p.244) provocatively asked, “Why should second Janguase asers be treated as faile
monolinguals? ... A proper account of second language \earning would treat multi
competence on its own terms, not in L1 related terms” In other words, why 100
to monolingualism a5 4 standard by which UG or any other means Of inquiry shoul
be modeled? If UG models do not fit second language learning processcs, then
may be “the description of UG that is at fault, and not the L2 learnes” (Cook, 199

e us? Perhapsina position of keeping an open mi

p. 245). Where does this leav
as teachers and an inquisitive spirit a8 researchers.

Systematicity and Variability
dult, is characterized‘
development appe

Arners indu

at second language acquisition, both child and a

and variability- gecond language linguistic
o mirror the first language acquisition Process: le

1t is clear th
both systematicity
in many instances t
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rules, generalize across a category, overgeneralize, and proceed in stages of develop-
ment (more on this in Chapter 9). Recent research has suggested that even the order

€ of acquisition may universally follow certain identifiable determinants (Goldschneider

N & DeKeyser, 2005). The variability of second language data poses thorny problems

2 that have been addressed by people like Gass and Selinker (2001), Preston (1996), Ellis

n (1989, 1987), and Tarone (1988). The variability of second language acquisition is

o : exacerbated by a host of cognitive, affective, cultural, and contextual variables that are

€. : sometimes not applicable to a first language learning situation.

m : .

S Language and Thought

n .

2 Another intricately complex issue in both first and second language acquisition is

zs. the precise relationship between language and thought. We can see that language

he helps to shape thiriking and that thinking helps to shape language. What happens
to this interdependence when a second language is acquired? Does the bilingual
person’s memory consist of one storage system (compound bilingualism) or two
(coordinate bilingualism)? The second language learner is clearly presented with a
tremendous task in sorting out new meanings from old, distinguishing thoughts and

acr concepts in one language that are similar but not quite parallel to the second Ian-

16). guage, perhaps really acquiring a whole new system of conceptualization. The

- second language teacher needs to be acutely aware of cultural thought patterns that

rely may be as interfering as the linguistic patterns themselves,

' or

uG

: 10

ady, - While children are good deep-structure imitators (centering on meaning, not sur-

YOSi- - face features), adults can fare much better in imitating surface structure (by rote

€ms mechanisms) if they are explicitly directed to do so. Sometimes their ability to

: . center on surface distinctions is a distracting factor; at other times it is helpful.
993, Adults learning a second language might do well to attend consciously to truth value

and to be less aware of surface structure as they communicate. The implication is
that meaningful contexts for language learning are necessary; second language
learners ought not to become too preoccupied with form lest they lose sight of the
function and purpose of language.

ce and Frequency

00 many language classes are filled with rote practice that centers on surfice
fo ms. Most cognitive psychologists agree that the frequency of stimuli and the
Number of times spent practicing a form are not highly important in learning an
“What is important is meaningfulness. While some researchers quibble on the
of frequency (Ellis, 2002), in the case of second language learning, it appears

ntextualized, appropriate, meaningful communication in the second language
€IS 1o be the best possible practice the second language learner could engage in.
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parental input is replaced by
e, but meaningful, in their '
is as important
And that input
riate contexts.

guage learning,
to be as deliberat
t is to the child since input

Input
In the case of clagsroom second Ian
teacher input. Teachers might do well
communications with students a3 the paren
to the second language learner as it is t0 the first language Jearner.
e use of the language in approp

should foster meaningful communicativi

Discourse
ossibilities of second language

search for better wWays of teaching commuanicative compe-
ition of discourse becomes

sence to second language learness, research on the acquis
study of children’s amazing dexterity in ac-
elp us to

more and more important. Perhaps 2

quiring rules of conversation and in perceiving intended meaning will I

find ways of teaching such capacities 10 second language jearners. We will look
more at these issues in Chapter 9. :

We have only begun 1O scratch the surface of p

discourse analysis. As we

SOME “AGE-AND-ACQUISITION-INSPIRE ”

LANGUAGE TEACHING METHODS
e teaching in the

that research on languag
win’s observation of his young ne
g methodology in @ historical -

language teachin

f methods that were inspired by observation
of and research on child second languasc acquisition. Two of these methods are
described here, a5 examples of extending an understanding of children’s second lan-
guage acquisition 1O the adult second language classroom.

smodern” era may

1n Chapter 2, W€ saW
phew’s [first lan-

have been sparked by Francois GO
guage acquisition. Another look at
context reveals a aumber of instances o

Total Physical Response
hysical Response (TPR) method, James Asher (1977

The founder of the Total P

noted that children, in learning their first language, appear to do a lot of listening:

pefore they speak, and that their listening is accompanied by physical responseé '

(reaching, grabbing, moving, looking, and so forth}. He also gave some attention t

right-brain learning. According to Asher, mo tyisa right-brain function th
nced that I

tor activi
should precede jeft-brain language processin
guage classes were often the locus of too much anxiety and wished fo devise 4

g. Asher Was also convi
method that was as stress-free as possible,where jearners would not feel overly S

conscious and defensive. The TPR classroom, then, was one in which students
a great deal of listening and acting. The teacher was very directive in orchestrat':
a performance: “The instructor is the director of a stage play in W

hich the stude
are the actors” (Asher, 1977, 9. 43).
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A typical TPR class utilized the imperative mood, even at moré advanced profi-
ciency levels. Commands were an easy way to get learners to move about and to
loosen up: “Open the window;" “Close the door” “Stand up;” “Sit down,” “Pick up the
book,” “Give it to John,” and so on. No verbal response was necessary. More com-
plex syntax was incorporated into the imperative: “Draw a rectangle on the chalk-
board” “Walk quickly to the door and hit it” Humor was easy to introduce: “Walk
slowly to the window and jump” “Put your toothbrush in your book” (Asher, 1977,
p- 55). Interrogatives were also’ easily dealt with: *Where is the book?" “Who is
John?” (students point to the book or to john). Eventually students, one by one,
presumably felt comfortable enough to venture verbal responses to questions, then
to ask questions themselves, and the process continued.

Like other methods of the twentieth century, TPR—as a method—had its limi-
tations. It was especially effective in the beginning levels of language proficiency,
but lost its distinctiveness as learners advanced in their competence. But today TPR
is used more as a type of classroom activity, which is 1 more useful way to view it
Many successful communicative, interactive classrooms utilize TPR activities to pro-
vide both aunditory input and physical activity.

Stephen Krashen'’s (1982) theories of second language acquisition have been widely
discussed and hotly debated since the 1970s. (Chapter 10 will offer further details
on Krashen’s influence on second language acquisition theory) One of the hall-
marks of Krashen's theories is that adults should acquire a second language just as
children do: they should be given the opportunity to “pick up” a language, and
shouldn’t be forced to “study” grammar in the classroom.

The major methodological offshoot of Krashen's work was manifested in the
Natural Approach, developed by one of Krashen’s associates, Tracy Terrell
(Krashen & Terrell, 1983). Acting on many of the claims that Asher made for TPR,
Krashen and Terrell felt that Iearners would benefit from delaying production until

g speech “emerges,” that learners should be as relaxed as possible in the classroom,
“*and that a great deal of communication and “acquisition” should take place, as
- opposed to analysis. In fact, the Natural Approach advocated the use of TPR activi-
. ties at the beginning level of language learning, when “comprehensible input” is
essential for triggering the acquisition of language.

The Natural Approach was aimed at the goal of basic interpersonal communi-

'_Cation skills, that is, everyday language situations—conversations, shopping, lis-

ning to the radio, and the like. The initial task of the teacher was to provide
omprehensible input—spoken language that is understandable to the learner—or
Just a little beyond the learner's level. Learners did not need to say anything during

this “silent period” until they felt ready to do so. The teacher was the source of the
learners’ input and the creator of an interesting and stimulating variety of classrooim

activities—commands, games, skits, and small-group work.,
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We have seen in this chapter that there certainly appear to be some potential
advantages to an early age for SLA, but there is absolutely no evidence that an adult
cannot overcome all of those disadvantages save one, accent, and the latter is hardly
the quintessential criterion for effective interpersonal communication.

TOPICS AND QUESTIONS FOR STUDY AND DISCUSSION

Note: (D) individual work; (G) group or pair work; (C) whole-class discussion.

1.

2.

(G/C) Each group or pair should be assigned one of the seven common argu-
ments (page 55) cited by Stern (1970) that were used to justify analogies

between first language Iearning and second language teaching. In the group,
determine what is assumed or presupposed in the statement. Then reiterate
the flaw in each analogy. Report conclusions back to the whole class for fur-

ther discussion,

(C) Are there students in the class who were exposed to, or learned, second
languages before puberty? What were the circumstances, and what difficul-
ties, if any, were encountered? Has authentic pronunciation in the language

remained to this day?

(C) Is there anyone in the class, or anyone who knows someone else, who
started learning a second language after puberty and who nevertheless has an
almost “perfect” accent? How did you assess whether the accent was perfect?
Why do you suppose such a person was able to be so successful?

(@ In your words, write down the essence of Scovel’s claim that the acquisi-
tion of a native accent around the age of puberty is an evolutionary leftover
of sociobiological critical periods evident in many species of animals and
birds. In view of widely accepted cross-cultural, cross-linguistic, and interra-
cial marriages today, how relevant is the biological claim for mating within the

gene pool?

. {(G/C) In groups, try to determine the criteria for deciding whether or not

someone is an authentic native speaker of your native language. In the
process, consider the wide variety of “World Englishes™ commonly spoken
today. How clearly definitive can your criteria be? Talk about occupations, if
any, in which a native accent is indispensable. Share with the rest of the

class, and try to come to a consensus,

(G) In groups, talk about any cognitive or affective blocks you have experi-
enced in your own attempts to learn a second language. What could you do

" (or what could you have done) to overcome those barriers?

(D Summarize the 10 “revisited” issues in your own words. How does your
understanding of those issues, as they apply to second language learning, help
you to formulate a better understanding of the total process of second language
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LANGUAGE LEARNING EXPERIENCE: JOURNAL ENTRY 3

Note: See pages 21 and 22 of Chapter 1 for general guidelines for writing a journal
on & previous or concurrent language learning experience.

+ How good do you think your pronunciation of your foreign language is?
How do you feel about your propunciation—satisfied, dissatisfied, resigned,
in need of improvement? Assuming you would not expect to be “per
fect” what steps can you take (or could you have taken) to improve your pro- |
nunciation to a point of maximum clarity of articulation? ‘

» Given your current age (or your age when you were learning a foreign lan-
guage), do you feel you're too old to make much progress? Are you linguis-
tically “over the hill” with little hope of achieving your goals? Analyze the
roots of your answers to these questions.

» Children might have some secrets of success: not monitoring themselves too
much, not analyzing grammar, not being too worried about their egos, shed-
ding inhibitions, not letting the native language interfere much. In what way
did you, or could you, put those secrets to use in your own learning?

» In learning a foreign language, were any aspects (such as listening discrimi-
nation exercises, pronunciation drills, learning grammar rules, small group
conversations, reading, or writing) easier than others for you? Analyze what
made certain procedures easier than others, '

« Do you think you might have some advantages over children in learning a
foreign language? Speculate on what those advantages might be. Then
malke a list of strategies you could use to capitalize on those advantages.
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